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It is widely recognized that the number of international wars has 
declined continuously since the mid-1960s, whilst internal conflicts and 
civil wars became more numerous than those fought between nation 
states. Internal divisions of societies and separatism within a single politi-
cal unit have also become a more frequent form of conflict. The nature 
of armed conflicts is also changing claiming the lives of more civilians 
compared to military personnel in relation to the past (Hobsbawm 
2002). As Kelman (2004, 2008) convincingly argued, this changing 
nature of wars ignited the recent research interest in the notion of recon-
ciliation. In such a context the primary challenge is for former enemies 
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to find the way to not only live together peacefully but even at times co-
operate and share power.
Today, almost two decades in the twenty-first-century humanity is 
witnessing both a revival of nationalism, separatism, sectarianism, ter-
rorism and radical fundamentalism and proxy wars resulting in a vast 
number of casualties, refugees and internally displaced people. Despite 
the changing nature of these conflicts, it is clear that representations of 
the past and history teaching are still weaponized for these collective 
struggles (Bentrovato et al. 2016; Carretero 2011). Given the circum-
stances, the time is ripe for the human kind to take stock of the knowl-
edge gained from the study of peace and conflict in the social sciences 
and in particular of the way history teaching and representations of the 
past are used and abused in this context. In order to enable this process, 
we ought to systematically understand the process of conflict transforma-
tion, the influences exerted by the past and more specifically the contri-
butions made by the field of social psychology.
ConfliCt transformation, ConfliCt resolution 
and reConCiliation: the soCial PsyChologiCal 
PersPeCtive
The recent turn in the study of peace and conflict towards “conflict 
transformation” rather than “conflict resolution”, being the process of 
reaching a durable and mutually satisfactory solution between former 
enemies (Kelman 2008), is a desired development because such a shift 
contributes to a greater understanding of the conflict context whilst 
focusing on more productive aspects of the conflict. In comparison 
the conflict resolution approach can be regarded as more restrictive in 
scope (Galtung 2000; lederach 1997). Conflict transformation puts 
emphasis not only on the end of direct violence but rather a constant 
orientation to positive peace and the end of structural (e.g. inequal-
ity, social exclusion and exploitation) and cultural forms of violence 
(e.g. perceived realistic and symbolic threats, prejudice, distrust). In 
other words, conflict transformation is concerned with transforming 
the systems, structures and relationships that give rise to violence and 
 injustice.
All available theoretical models of conflict transformation that go 
beyond conflict management and conflict resolution (Galtung 2000; 
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lederach 1997) emphasize the importance of understanding the pro-
cesses that enable the transformation of conflict from its destructive and 
violent forms into a more productive form which is recognized as part of 
our everyday life to be resolved through dialogue, creative and peaceful 
means; conflict resolution and conflict transformation are not antitheti-
cal and the notion of transformation in the post-conflict period is often 
presented as a stepping stone to resolution, especially in the case of pro-
tracted conflicts (Constantinou 2015).
A notion that occupies a crucial role in both approaches is the notion 
of reconciliation as both a process and an outcome that not only dimin-
ishes the possibility for violent conflict in cases of structural inequalities 
and political instability but also facilitates peace settlements and sup-
ports their viability afterwards. Social psychological concepts and theo-
ries are recently making a unique contribution to our understanding 
of reconciliation. Kelman (2004, 2008) proposes a notion of reconcili-
ation from a social psychological perspective beyond any religious con-
notations. In this context, reconciliation is of vital importance not only 
for reaching a peace settlement that will bring up a sense of justice and 
redress of inequality issues but also for its future viability through the 
cultivation of the element of trust (Marková and Gillespie 2012; Psaltis 
2012a). Čehajić-Clancy et al. (2016) conceptualize intergroup recon-
ciliation as an emotion-regulation process involving positive affective 
change towards the outgroup, and they offer a framework that integrates 
the emotion regulation and intergroup reconciliation literatures. In this 
account, the emotions of intergroup hatred and anger towards the out-
group need to be downregulated, whereas guilt for ingroup wrongdo-
ings, hope and empathy need to be upregulated for deep psychological 
changes to be made possible. These psychological changes include altera-
tions in beliefs, emotions, identity and behavioural intentions. Such an 
approach is premised on Intergroup Emotions Theory by Smith (1993) 
who argued that when group memberships are salient, people can feel 
emotions on account of their group’s position or treatment, even if they 
have had little or no personal experience of the actual intergroup situ-
ations themselves. Behind Smith’s (1993) theory is the by-now classic 
Social Identity  and Self-categorization theory (Tajfel and Turner 1979) 
which informs a great number of research in the social psychology of 
intergroup relations.
Seeing reconciliation as simply an emotional regulation process 
was criticized for reducing reconciliation into a psychological and 
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individualistic process not recognizing the need for structural and soci-
etal transformation (Vollhardt and Twali 2016; Shnabel and Ulrich 
2016) which is part of what we described earlier as the broader process 
of conflict transformation. From a social representations perspective 
(Psaltis 2012a) reconciliation as a process and outcome entails the shift 
from an identity position in the representational field of mistrust, high 
prejudice, low quantity and quality contact, low perspective taking, low 
forgiveness and high threats (realistic and symbolic) into a position of 
high trust, low prejudice, high quantity and quality of contact, high per-
spective taking, high forgiveness and low threats (realistic and symbolic). 
Intergroup contact is also of crucial importance as the motor of change 
in microgenetic processes of representational change in social interac-
tion (Psaltis 2015b) which is both constrained and enabled by the legal 
macro-structures and infrastructures of peace and their representations. 
In this process, the building of trust occupies a central position as it is an 
organizing principle of the representational field altogether being both a 
predictor and outcome of intergroup contact. Similar formulations were 
proposed by Nadler and Shnabel (2015) who also recognize the crucial 
position of trust in the reconciliation process which they define as both 
a process and outcome that concerns structural, relational and identity-
related transformations.
An important idea behind theories that study transformative processes 
is that they understand social or national identity and representations as 
socially constructed and they are compatible with recent developments in 
social and developmental psychology (Duveen 2001, 2002, 2007; Psaltis 
et al. 2015) that aim at the study of human and societal change as the 
transformation of social relations. Such approaches have the potential 
to overcome the often narrow perspective of the classical Social Identity 
Theory (Tajfel 1978) which is mostly interested in categorization pro-
cesses and offers limited insight into the role of social representations of 
the past in the formation of intergroup relations.
Still, most of the findings of intergroup relations research today is indeed 
trying to explain the creation of prejudice, negative stereotyping and the 
escalation of conflict by putting emphasis on the central role of categori-
zation (Tajfel 1978) and social identification processes but often overlook-
ing the content of these categorizations (Psaltis and Cakal 2016). Ingroup 
identification processes often lead to emotions on behalf of their group 
and/or group’s actions. events and situations that affect the group have 
an effect for the self as well. In (post-)conflict situations, such emotions 
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stemming from group’s actions or those oriented towards out groups such 
as intergroup anxiety directly impact intergroup interactions and contrib-
ute to further divisions and polarizations. Consequently, assumptions and 
implications as postulated by the Theory of Intergroup emotions (Smith 
1993) and the model of intergroup anxiety in the Intergroup Threat Theory 
(Stephan et al. 2009; Psaltis et al., Chap. 4) are highly relevant in under-
standing conflict transformation. In the present volume, we aim to shed 
light on how social representations of the past and history teaching in par-
ticular could be related to all these social psychological concepts.
To sum up, after political transition periods, successful conflict resolu-
tion or cessation of the conflict, war, colonialism and a genocide itself, 
societies are left with many questions such as disputes over the under-
standing of the past, issues of identification, responsibility, victimization 
and justice. These and similar issues ought to be addressed not only from 
a historical and legal or transitional justice perspective but also from a 
social psychological angle which concerns itself with issues of ameliorat-
ing intergroup relations. How do various actors involved in the process 
of history teaching (teachers, ministries of education, civil society organi-
zations, historians) see these issues in relation to a social psychological 
understanding of reconciliation which implies both a process of positive 
changes in relations between adversaries and an outcome characterized 
by humanization, acceptance of both similarity and difference, out-
group malleability (Halperin et al. 2011), responsibility for ingroup past 
wrongdoing (leach et al. 2013), intergroup contact, prejudice reduction 
and the cultivation of trust? These processes of humanization, empathy, 
intergroup contact and dialogue are just a few socio-psychological pillars 
which can help individuals and groups to become more inclusive, open-
minded and accepting of the Other and as a consequence contribute to 
sustainable peace (Čehajić and Brown 2010). To what extend could they 
inform in any way the various approaches to history education currently 
in use in various post-conflict or post-transition settings?
rePresentations of the Past, history teaChing 
aPProaChes and reConCiliation
One aspect of the reconciliation process concerns primarily the exist-
ence of present co-operative relations between individuals and insti-
tutions through intergroup contact for a common goal (described 
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as the instrumental route to reconciliation by Nadler and Shnabel 
2015). Another part concerns the conflict resolution and peace settle-
ment efforts that are usually future oriented (Tint 2010a, b) as they 
strive to build a common vision or design new institutional structures 
of power sharing (loizides 2015) that will resolve structural inequalities. 
However, at the heart of the reconciliation effort the primary orientation 
concerns the past and its representations, or what is called by Nadler and 
Shnabel (2015) the socio-emotional route to reconciliation (apologies, 
forgiveness, guilt/shame). In this sense, the social representations of a 
group or a community about the past are directly related to processes of 
conflict transformation and reconciliation. For example in August 2016 
on the 30th anniversary of the killing of “Yoyes1”, and six years after the 
last ceasefire by eTA, public discussion in newspapers shows that in the 
Basque Country three positions around this killing were still evident: (a) 
the people who condemn this killing; (b) the people who still approve 
it; and (c) the people who think that it is not possible to make a moral 
judgement.
These representations of the past (liu and Hilton 2005; Psaltis 
2016) have also been discussed in the social sciences as historical culture 
(Carretero et al. 2017), which expresses another way of approaching 
and understanding the effective and affective relationship that differ-
ent groups have with its past. In this vein, the notion of culture should 
be best understood as a system of social representations (Duveen 2007; 
Psaltis 2012b) thus avoiding any fossilized, reified or essentialist conno-
tations that often go with the notion of “culture”. Representations of 
the past describe a dynamic process of dialogue, through which inter-
pretations of the past are disseminated, negotiated and debated between 
perspectives from academic history, school history and public history 
(monuments, commemorations, museums, films, historical novels, etc.) 
(Papadakis 2008; Carretero, Chap. 14).
In this vein, an important question is the following: “What is the place 
of representations of the past and history teaching in reconciliation?” It has 
rightly been argued (Cole 2007) that representations of the past and his-
tory teaching could be used to either facilitate conflict transformation 
processes or to block conflict transformation and even reinforce antago-
nism and conflict through the traditional romantic role of the promotion 
of blind and essentialist forms of patriotism (Carretero et al. 2012). In 
countries where the traumatic experiences of identity-based conflict are 
recent, there are questions about whether, how and at what age children 
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should learn about parts of the nation’s past relating to conflict (Cole 
2007) which naturally influences the curriculum aims, content to be 
taught and textbooks or supplementary teaching material to be used in 
the classroom.
A recent review of how the history of the conflict is dealt in post-
conflict societies (Paulson 2015) revealed that depending on the con-
flict setting one can identify various approaches to history education. For 
example, there are conflict settings where guidance on recent conflict is 
included in national curricula and where it is not thus letting teachers 
deal with these issues without any direction. Some post-conflict settings 
saw the establishment of moratoria, namely where they temporarily sus-
pend history education or its recent history segment, including its text-
books (Bentrovato, Chap. 2; Bentrovato et al. 2016) like Afghanistan, 
BaH, Cambodia, Guatemala, lebanon or libya. It is worth noting that 
in most of these countries one can find a very weak tradition of history 
teaching methodology which makes history teaching an unlikely candi-
date to contribute to a transformative process. An interesting case is that 
of Northern Ireland. Here there is silence regarding the recent history 
of conflict as until recently they did not have compulsory national cur-
riculum content about recent conflict. In Northern Ireland however, due 
to the long and quite strong tradition of “New History” (see Carretero, 
Chap. 14) students have the chance to cultivate their historical think-
ing skills through an evidence-based, analytic approach that emphasizes 
multiple perspectives. In particular, the cultivation of historical thinking 
mostly concerns the development of “historical literacy”, gaining a deep 
understanding of historical events and processes through active engage-
ment with historical texts, establishing historical significance, identifying 
continuity and change, analysing cause and consequence, taking histori-
cal perspectives and understanding the ethical dimensions of historical 
interpretations (Seixas 2004).
However, according to Kitson (2007) and McCully and Barton 
(2010) this disciplinary approach is not enough to facilitate recon-
ciliation (McCully 2012; McCully and Reilly, Chap. 12). Many times 
students assimilated the other community perspective to their own com-
munity narrative, and at others, they were completely dismissive of com-
munity histories not being able to reflect on the connections between 
the past and present in regard to their national identities in the context 
of the collective struggles of their communities and the identity politics 
around it.
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As a remedy, they argue for the need for a more interdisciplinary 
approach to history teaching that benefits from the social psychologi-
cal literature of the study of intergroup relations (McCully and Reilly, 
Chap. 12). From this perspective, what is needed is a curriculum that 
attends more directly to the student’s active construction of histori-
cal meaning and supports them in constructing critical perspectives on 
the contemporary relevance of the past through the cultivation of emo-
tional empathy for the outgroupers. It is also important to understand 
through Social Identity Theory (Tajfel 1978) how simplistic binary oppo-
sitions are created through categorizations and the consequences of that 
for the formation of homogenizing views of the ingroup and the out-
group. Students must be helped to understand why some people feel the 
need to use and abuse history. Recent social psychological work offers 
one possible answer to this question. Smeekes et al. (2017) show that 
in both Northern Ireland and Cyprus when individuals experience a 
perceived sense of realistic or symbolic or identity threats (Branscombe 
et al. 1999) it becomes more likely that they attempt to regain a sense 
of ingroup pride through recourse to a sense of collective continuity 
(Sani 2008; Smeekes 2015; Smeekes and Verkuyten 2015). Recent stud-
ies have pointed out that the continuity motive is an important part of 
various types of group identity (e.g. easterbrook and Vignoles 2013) 
and plays an important role in intergroup relations (e.g. Smeekes and 
Verkuyten 2015). It has, for example, been shown that collective self-
continuity forms an important basis for national identification, but at 
the same time drives ingroup defensive reactions in the context of group 
threat (Smeekes and Verkuyten 2015) by creating more negative atti-
tudes towards immigrants.
In other words, representations of the past premised on notions of 
continuity relate to fears of a threatened political or financial status of 
the ingroup or an identity threat coming from the other group. This 
dynamic helps us understand the mechanisms behind the phenomenon 
of resistance (Duveen 2001) when microgenetic processes (Duveen and 
lloyd 1990; Psaltis 2015b) of engagement with alternative perspec-
tives and representations of the past are made possible but often under-
mined by the use of semantic barriers who defend the self from change 
(Gillespie 2008, 2015).
On the other hand, as it is shown by Psaltis et al. (Chap. 4) in the 
post-conflict context of Cyprus, Serbia and Croatia, the threats them-
selves are heightened by internalization and adherence of the official 
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master narratives of conflict in all three contexts; through a heightened 
feeling of threat, distrust between ingroup and outgroup is also 
increased, thus becoming a major impediment to reconciliation. This 
kind of research leads to the conclusion that essentialist representa-
tions of the past and an ahistorical conception of essentialist and reified 
national identifications can entrap individuals and societies into a vicious 
circle of frozen or even escalated conflict (Makriyianni and Psaltis 2007).
In post-conflict settings where the state decides to indeed offer guide-
lines for the history of conflict in their curriculum and textbooks this is, 
in the majority of cases, done in a manner that blocks conflict transfor-
mation or event reinforces conflict by insisting, even after educational 
reforms taking place in the twenty-first century, on a culture of preserva-
tion of the memory of conflict and a simplistic master narrative of the 
conflict. This is the case, for example, in Israel (Bekerman and Zembylas 
2011) and Cyprus for both the Greek Cypriot and the Turkish Cypriot 
community (Klerides and Philippou 2015; Makriyianni et al. 2011; 
Perikleous 2010; Psaltis 2015a, b; Zembylas and Karahasan, Chap. 13) 
with directions pointing to the need for a preservation of the memory 
of one-sided victimization and an ethnocentric orientation to history 
teaching. In the case of Cyprus, as in the case of Israel, this gap is suc-
cessfully filled by the work of local NGOs who work either intercommu-
nally like the Association for Historical Dialogue and Research (AHDR) 
or monocommunally and in co-operation with international organizations 
like the Council of Europe promoting the idea of a transformative form of 
history teaching that cultivates both the critical historical thinking skills 
of the students (Seixas 2004; Wineburg 2001; Carretero, Chap. 14) and 
reconciliation through a critical approach to ethnocentric master narra-
tives. The pioneering approach of AHDR2 has been one that deals with 
both non-controversial social history—like the supplementary teach-
ing material produced by teachers from both communities and inter-
national experts, called A look at our past published in english, Greek 
and Turkish from a multi-perspective approach—and controversial 
issues like approaching the issue of the missing people (Chapman et al. 
2011) by applying a multiperspectivity approach. AHDR is a pioneer 
of the interdisciplinary and transformative approach to history teaching 
as its work has been enriched by social psychological and developmen-
tal theory from its very first steps (Makriyianni and Psaltis 2007). It is 
noteworthy that in the last decades an international “eduscape” (Klerides 
and Zembylas 2017) is expanding where the disciplinary approach to 
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history teaching is used as a way to achieve conflict transformation aims 
supported by various international organizations: Council of europe, 
UNeSCO and OeCD (Bentrovato, Chap. 2). The contribution of vari-
ous local and international NGOs like eUROClIO has been instru-
mental in this effort (Bilali and Mahmut, Chap. 3; McCully and Reilly, 
Chap. 12).
However, not all efforts towards reconciliation have treated history 
teaching with respect for critical historical enquiry since some post-
conflict societies following the early example of the Franco-German 
textbook decided simply to delete from textbooks offensive sentences 
or material (e.g. BaH) or harmonizing conflicting narratives through a 
process of political negotiation which was the result of a political com-
promise rather than that of critical enquiry. In some cases they even 
decided to promote a nation building approach, by writing up a sin-
gle authoritative narrative; this is the case of Rwanda where the gov-
ernment enforced a new, hegemonic narrative of past events, applying 
a narrow understanding of what is to be taught. This narrative pro-
motes the concept of “Rwandanness”, emphasizing the nation’s 
alleged primordial unity and dismissing ethnic identities as a historically 
unfounded colonial invention that was supposedly the primary cause 
of genocide in Rwanda (Bentrovato, Chap. 2). Despite the epistemo-
logical weaknesses of single-narrative approaches, there is an emerging 
realization that common history textbook commissions (Korostelina 
and lässig 2013), provided they respect the principles of cultivat-
ing historical thinking skills, can indeed produce valuable textbooks 
or supplementary teaching material. Moreover, probably the most sig-
nificant contribution of joint textbook commissions is the performative 
and transformative aspects of the co-operative writing up itself (Pingel, 
Chap. 9). This is only expected from the social psychological and well-
established paradigm of prejudice reduction through intergroup contact 
(Allport 1954; Brown and Hewstone 2005; Tausch et al. 2010) given 
its potential to deconstruct negative stereotypes, facilitate perspective 
taking and forgiveness, reduce threat and intergroup anxiety, and more 
importantly build trust.
It could be claimed that depending on the implicit lay social psycho-
logical theories of change or practice, and conflict transformation pro-
cesses held by both practitioners in civil society (Bilali and Mahmut, 
Chap. 3) variations in the strategies followed to tackle representations 
of the past can also be expected at the level of civil society initiatives. 
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The NGOs usually try to find ways to fill the gaps of silence, evasion 
and elision in official history textbooks and curricula. This is because civil 
society actors are less constrained by the pressures and political agendas 
that elites and governments face; for example, in Cyprus NGOs like the 
AHDR are not constrained by the inability of the internationally rec-
ognized ministry of education and culture of the Republic of Cyprus 
to officially co-operate with the corresponding ministry in the Turkish 
Cypriot community which is internationally recognized only by Turkey. 
NGOs like AHDR in Cyprus or History that Connects project which 
invites history educators from Bosnia, Croatia, and Serbia to co-operate 
are usually engaged in professional development and capacity building 
for teachers. This kind of teacher training focuses on innovative peda-
gogies and methods, oral histories, digital media, production of educa-
tional materials to supplement traditional textbooks that incorporate new 
pedagogies and more inclusive historical experiences across conflicting 
groups. They also often get involved in the creation of forums for dia-
logue like the building of educational centres3, seminars or conferences 
to foster co-operation among teachers across division, conflict lines or 
borders.
What civil society organizations are aiming at is to transform the 
social representations at the grassroots level by deconstructing mas-
ter narratives and overcoming ethnocentric representations of the past. 
Sometimes NGOs explicitly aim at raising awareness of the dynamics of 
intergroup conflict and the social psychological and other roots of con-
flicts. At other times according to Bilali and Mahmoud (Chap. 2) they 
engage in oral history projects so that they bring in the public eye per-
sonal histories of traumatization of victims of the conflict or the perspec-
tives of members of marginalized or oppressed groups.
Most local and international NGOs prioritize teacher training because 
educators are the main mediators between historiographical traditions, 
school history in the classroom and public history. Depending on the 
specific country they could be trained as historians or not, be trained in 
history didactics or not. When such pre-service training is absent, they 
often function more as “lay historians” (Klein 2013) than academic his-
torians. This could in fact be one of the greatest impediments for suc-
cessful conflict transformation since their teaching will be constrained by 
social representations of the past that take the form of master narratives 
of the conflict (Carretero 2011; Bar-Tal and Salomon 2006; Páez and 
liu 2011; Psaltis 2012a, 2016).
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Unfortunately, actual teaching practice in many post-conflict socie-
ties ends up enhancing collective memory or collective remembering 
(Wagoner 2015) of victimization, and promoting exclusive and essen-
tialist views of patriotism and national identities (Carretero 2011; Hein 
and Selden 2000) by teaching the past as an ontological and fixed “herit-
age” (lowenthal 1996; Makriyianni and Psaltis 2007) which promotes 
notions of cultural continuity, nativist or autochthony beliefs of the kind 
“We were here first” (Martinovic and Verkuyten 2013) regret for a dec-
adent present and nostalgia for a better past (Smeekes and Verkuyten 
2015). This is done at the cost of challenging such simplistic representa-
tions of the past that Moscovici would call Social Representations based 
on belief   4 (Moscovici 1998/2000; Psaltis 2016). Such representations 
are often polemical and are enacted through forms of communication 
that Moscovici (1961/2008) described as propaganda (Kello and Wagner, 
Chap. 8) in his seminal work on social representations of psychoanalysis.
The “charters” (liu and Hilton 2005) on which collective memory 
(Páez and liu 2011) master narratives as social representations (Psaltis 
2016) of the past are structured serve identity functions, on the basis 
of either glorification or victimization. Interestingly both notions 
strengthen an ethnocentric perception of the past that contributes to 
distancing from other groups and thus not only obstruct conflict trans-
formation but also limit the cultivation of historical thinking as they 
distort students understanding of significance in favour of events and 
characters relating to what is perceived as the ingroup at any given time, 
they also distort understanding of continuity and change, through the 
use of simplistic circular and Rise-and-fall views of history or linear pro-
gression schemes (Páez et al. 2017). They also obstruct the understand-
ing of causality through the romantic or great men perspective and the 
use of historical analogies and deterministic or attribution schemes that 
fail to capture contingence, randomness and multi-causality (Carretero, 
Chap. 14). An attribution style which is characteristic for its ingroup 
serving bias and its pernicious effects is what has been described by 
Thomas Pettigrew (1979) as the ultimate attribution error which is the 
tendency to internally attribute negative outgroup and positive ingroup 
behaviour and to externally attribute positive outgroup and negative 
ingroup behaviour. Similarly, such master narratives feed moral disen-
gagement from past wrongdoings of the ingroup (Bandura 1999; Bilali 
2013) by moral justification of the act, denial, displacement, or diffusion 
of responsibility, disregarding or minimizing the negative consequences 
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of the violent acts, and attribution of blame to the victim or circum-
stances. Finally, this kind of representations of the past often actively 
promote a sense of intergroup competitive victimhood (Noor et al. 2012) 
which describes the efforts of members of groups involved in violent 
conflicts to establish that their group has suffered more than their adver-
sarial group which is a mindset that obstructs reconciliation efforts and 
the support of peace processes.
tensions and dilemmas arising from asymmetriCal Post-
ConfliCt Contexts for history teaChing
Given that conflict transformation engages issues of structural inequal-
ity and justice it is also necessary to think about conflict settings where 
one could argue that competitive victimhood is less likely to be germane 
because there is clear division, or at least wider consensus, between either 
the roles of perpetrator and victim or a clear case of structural inequali-
ties favouring one (e.g. a majority) over the other group (e.g. a minor-
ity). Such settings are discussed in the papers by Barreiro et al. (Chap. 5) 
in the case of the Mapuche minority group who struggle for recogni-
tion from the majority group in Argentina. It is also discussed by leone 
(Chap. 6) in the case of colonial Italy (cf. licata and Klein 2010 on the 
Belgium heritage of colonialism) facing the past wrongdoings of their 
ingroup in ethiopia. Also, Bilewicz et al. (Chap. 7) discuss how to best 
deal with the Holocaust in the context of history teaching.
In such cases, whenever an asymmetrical dynamic of majority–minor-
ity or perpetrator–victim dynamic enters the scene interesting tensions 
become relevant on how to best deal with history and representations 
of the past. One kind of tension is when minority counter-narratives fall 
back to the use of simplistic narratives themselves, or enter into an iden-
tity politics of strategically using reified (Hammack 2010) or essential-
ist identities (Zeromskyte and Wagner 2016) to gain public awareness or 
“preserve” what they see as their identity (Barreiro et al., Chap. 5) which 
is also one of the strategies sometimes used by NGOs in some parts of 
the world. Such examples are instructive because they help us clarify 
the cases when the cultivation of historical thinking skills might not be 
served by what is perceived as working towards reconciliation (Bilali and 
Mahmut, Chap. 3).
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In social psychological theory, recent debates reflect exactly these ten-
sions when the prejudice reduction paradigm is pitted against the collec-
tive action model. Research interest in collective action was rekindled, 
albeit in its more radical and revolutionary form, after the so-called Arab 
spring revolutions with the proposal of new social psychological models 
of collective action (Van Zomeren et al. 2008) which tried to identify 
the conditions under which various groups embark on collective action, 
or even become radicalized engaging in violent forms of struggle. Social 
identity processes have been identified as a crucial ingredient in under-
standing such collective actions. Recent theories of collective action sug-
gest that a feeling of relative deprivation, strong identification with the 
ingroup and group efficacy are key predictors of collective action on 
behalf of the ingroup (Van Zomeren et al. 2008). But here exactly lies 
some of the most recent tensions in the field of Social Psychology as it 
would appear that what is being proposed by collective action theorists 
is the contestable claim that groups who have an ethically legitimate 
struggle to wage, as that of ending structural violence could or should 
be agitating, activating or facilitating exactly the same social psychological 
mechanisms that the prejudice reduction and reconciliation literature, dis-
cussed earlier, has been criticizing for years or exposing as unproductive 
in processes of conflict transformation (see debate in Dixon et al. 2012).
Some of the collective action theorists even went as far as to argue 
that the promotion of strategies for emancipatory action to end struc-
tural inequalities against the oppressed minorities is incompatible with 
the promotion of co-operative relations between the groups and the 
well-established paradigm of prejudice reduction through intergroup 
contact (Brown and Hewstone 2005) because prejudice reduction inter-
ventions might be working towards regimenting a structural inequality 
in society by reconciling the weak group with an unfavourable for them 
status quo (Dixon et al. 2012). Indeed the same mediators of prejudice 
reduction and reconciliation through intergroup contact (threats, inter-
group anxiety, stereotyping) (Stephan et al. 2009) could be used in the 
reverse direction in the collective action paradigm to enhance solidarity 
and cohesion within the dominated group, facilitating sacrifices (even 
giving one’s life for the ingroup). In that sense the revolt model of social 
relations implied in the collective action paradigm (usually studied in the 
context of overthrowing totalitarian regimes or dictatorships as we have 
recently seen in the Arab spring revolts or in the eighties against authori-
tarian leaders in the eastern europe) appears at first glance to be a whole 
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different context where non-normative, violent action and the escala-
tion of conflict would even be seen as legitimate. However, this rationale 
despite its positive role in bringing to our attention the issue of struc-
tural inequality, moving away from individualist assumptions, is built on 
some problematic premises: first, it presupposes that the oppressed have 
a false consciousness and do not know what is best for them (Howarth 
et al. 2012). Secondly, the whole argument is built on a very weak ethi-
cal standpoint because the logical conclusion of it is that the oppressed 
in fact need to keep their simplistic conflict narratives intact and their 
low-level historical thinking or consciousness just to end up instruments 
of some enlightened elites that would guide them to go sacrifice them-
selves for the common good. What collective action theorists failed to 
discuss is also the applicability of such a model in Western democracies, 
post-conflict or divided societies and the similarities of forms of represen-
tation produced through collective action with historically well-rehearsed 
doctrines and ideologies like nationalism, racism, fundamentalism and 
extremism (see Obradovic and Howarth 2017; Psaltis et al. 2015). For 
example, in divided societies like Israel and Palestine, Northern Ireland, 
Serbia, Croatia or Cyprus (Psaltis et al., Chap. 4) “two can play that 
game” of collective action for the interest of the ingroup that will even-
tually lead to either stalemate or the escalation of conflict, without com-
promise or reconciliation (Psaltis 2012a). The critics of the “prejudice 
reduction” paradigm (Dixon et al. 2012) also failed to recognize the 
existence of joint ingroup–outgroup collective action for the benefits of 
both groups by segments of former enemy groups for which intergroup 
contact and co-operation is actually a necessary precondition for joint 
collective action. Finally, they did not recognize post-colonial writings 
that argue along the emancipation of both groups in the process of tack-
ling structural inequalities (Howarth et al. 2012).
The negative consequences of strategic decisions to use essentialist 
representations of the past or reified identities for collective struggles in 
asymmetric contexts relating to nation building efforts of new states can 
be seen in differing degrees in the context of the Baltic states (Kello and 
Wagner, Chap. 8) and Belarus (Zadora, Chap. 10) where in a post-tran-
sition context just before and after the dissolution of the Soviet Union 
nationalism was on the rise. In estonia, a more disciplinary approach 
to history teaching is becoming more widely accepted after joining the 
eU, whereas in latvia a more clear involvement by politicians in history 
teaching in a similar context led to more references to patriotism as an 
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aim of history teaching according to Kello and Wagner (Chap. 8). The 
situation is more problematic in Belarus where an authoritarian admin-
istration is clearly using history teaching for political purposes in a very 
centralized way. The result of such pressures for the actual teaching prac-
tice is that teachers trying to balance a romantic and enlightened way 
of history teaching end up making use of communicative styles that 
Moscovici described as “propagation”, a communicative style which is a 
middle road between propaganda and diffusion (Moscovici 1961/2008). 
Indeed the denial of citizenship rights to a significant number of inhab-
itants of the Baltic states of Russian origin should not come as a sur-
prise given the link between essentialist representations of the past, 
ethnic identity and exclusionary notions of citizenship (Kadianaki and 
Andreouli 2015; Kadianaki et al. 2016).
The fact that the collective action paradigm is premised on predeter-
mined roles of oppressor and oppressed, majority–minority, perpetra-
tor and victim can be also challenged in that groups historically can pass 
from both roles and thus it is rather unlikely that there will ever be a 
clear case of a group being constantly in the same position. This problem 
is very clear in Cyprus, for example, not only because at different times 
in history both groups were oppressed and oppressors, victims and per-
petrators, minorities and majorities but also because Greek Cypriots can 
always claim that they are the victims of a huge country like Turkey and 
the Turkish Cypriots at the same time claim that they are the victims of 
the 80% of the population (Greek Cypriots) in Cyprus. So in fact there 
is an interaction of social representations of the Cyprus issue with rep-
resentations of the past (the main tension being whether it is a problem 
of intercommunal conflict vs a problem of violation of international law 
by Turkey which invaded Cyprus) which is not very far from the spirit of 
competitive victimhood already discussed for its pernicious effects.
from the disCiPlinary to the interdisCiPlinary aPProaCh 
in history teaChing: from rePresentations of the Past 
Based on Belief to rePresentations Based on Knowledge
History educators have been increasingly realizing the need to 
deepen their understanding of the role of history teaching in conflict 
transformation (see Carretero 2011; Perikleous and Shemilt 2011). 
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As it will become clear to the reader of this volume, such concerns are 
now global and historically have their roots in the genetic epistemology 
of Jean Piaget in the International Bureau of education (IBe) (Pingel 
2016) when he advocated international dialogue of educators in an 
effort to de-centre history teaching from the ethnocentric orientations 
in the period between World War I and World War II. In the same vein, 
the work of the Spanish historian Altamira (1891) earlier was also pio-
neering for policy on history teaching in the league of Nations. The 
early epistemological distinctions made by Jean Piaget (1932) between 
social relations of co-operation (based on mutual respect) and social 
relations of constraint (unilateral respect/inequality of status) are still 
as relevant as ever since they offer a robust and clear epistemological 
social constructivist standpoint (Psaltis et al. 2015) for the construc-
tion of historical knowledge and advancement of historical conscious-
ness. Such a conciousness should aim to move away from social relations 
of constraint towards relations of co-operation as they are enacted in 
social interaction successfully resolving socio-cognitive conflicts of vari-
ous perspectives and producing more advanced forms of knowledge 
(Makriyianni and Psaltis 2007).
In this vein, the discussion of stages of historical consciousness 
by Rüsen (2004) and the higher form of consciousness described as 
“genetic” relates to Piaget’s higher forms of transformative knowledge 
and interacting that he described as genuine dialogue characteristic of a 
democratic mentality. The Moscovician Genetic Model of Social Influence 
(Moscovici 1976) recognizes the harsh reality of asymmetries and ine-
qualities in the conflict-ridden worlds we live in, but it is largely based on 
convincing by peaceful means, dialogue and communication the popu-
lation for the stance of the minority in a struggle for recognition and 
change of social representations. This model as well as the more recent 
approach of genetic social psychology (Duveen and Psaltis 2008; Psaltis 
et al. 2015) recognizes that ideal relations of mutual respect are rarely 
achieved in reality since social identities are shot through with inequali-
ties of status. However, it recognizes that conflicting asymmetries could 
create the conditions for productive forms of dialogue that can lead to 
more advanced forms of thinking. This approach is aiming at the inte-
gration of the processes of microgenetic, ontogenetic and sociogenetic 
changes of social representations; here the forms of communication 
described Kello and Wagner (Chap. 8) drawing inspiration from the 
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second part of Moscovici’s Psychoanalysis and the recent work of Gerard 
Duveen (Moscovici et al. 2013) become directly relevant. The processes 
of socio-cognitive conflict (Doise et al. 1976) between representations of 
the past, resistance to change (Duveen 2001) through the use of sym-
bolic resources (Zittoun et al. 2003) and symbolic barriers (Gillepie 
2015) discussed in the papers by Barreiro et al. (Chap. 5) can form 
a vibrant research agenda for the future. The in-depth studies of social 
interaction by Tsafrir Goldberg (2013; Chap. 11) in relation to the dual-
narrative/empathetic textbook approach and the critical/disciplinary 
approach in Israel suggest that microgenetic processes in the classroom 
are indeed influenced by a complex interplay between the voices and per-
spectives made available in textbooks and the asymmetrical status of the 
groups in conflict.
the major Challenge: faCilitating ConfliCt 
transformation through interdisCiPlinary researCh 
and dialogue
What this volume makes clear is the need for various stakeholders in the 
process of conflict transformation (policy makers, teachers, civil society 
and the grassroots) to engage in a process of reconstruction of their rep-
resentations of the past. This cannot be done by replacing a master nar-
rative with another well-intentioned simplistic peace narrative or with 
the strategic use of essentialist and reified forms of identity and social 
representations of the past. What is needed is a history teaching that 
is epistemologically more advanced compared to collective memory or 
the teaching of history as heritage (lowenthal 1996; Makriyianni and 
Psaltis 2007), not only because more de-centred and multi-perspective 
forms of knowledge as we know from the genetic epistemology of Jean 
Piaget are more advanced forms of knowing compared to monoper-
spective accounts (see Makriyianni and Psaltis 2007) but also because 
developing the historical literacy, and their epistemological stance of his-
tory (Nasie et al. 2014), allows them to take an informed, critical and 
reflective stance on diverse representations and interpretations of the 
past. The main message of this volume is that we need to move from the 
disciplinary to the interdisciplinary teaching of history. History teach-
ers who have enriched their history teaching skills with knowledge of 
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social psychological theories will be in a position to engage with histori-
cal texts, establish historical significance, identify continuity and change, 
analyse cause and consequence, take historical perspectives and under-
stand the ethical dimensions of historical interpretations as described 
by Seixas (2004) in a more successful way as proposed by McCully and 
Reilly (Chap. 12). Such teaching will enlarge the notion of historical lit-
eracy into a study of historical culture (Grever and Stuurman 2007) and 
historical consciousness (Rüsen 2004) in the classroom so that students 
become reflective of the role of collective memory and history teach-
ing in processes of conflict transformation and understand the ways in 
which various forms of historical consciousness relate the past, present 
and future (Van Alphen and Carretero 2015; Psaltis 2016). This can be 
done through a better grasp of the way attributions of past wrongdoings 
(Doosje and Branscombe 2003) relate to processes of moral disengage-
ment, apology, guilt, shame or regret (Imhoff et al. 2012); how realis-
tic and symbolic threats can become an obstacle for prejudice reduction, 
confidence building and reconciliation; and how intergroup contact can 
lead to reconciliation. This kind of history teaching is interdisciplinary in 
nature and can be called transformative history teaching to the extent that 
it facilitates both the cultivation of historical thinking and conflict trans-
formation.
Part i: gloBal and regional PersPeCtives on textBooK 
writing, Civil soCiety organizations and soCial 
rePresentations
The first part of this volume discusses the state of the art from an inter-
national and regional perspective on developments at the level of policy 
making and history textbooks in particular, local and international civil 
society organizations working on reconciliation projects in post-conflict 
societies all the way down to the representation of the past of lay people.
In her chapter Bentrovato (Chap. 2) examines history textbook work 
as an intervention for the promotion of reconciliation in intergroup 
conflict settings. It maps current practices and emerging trends in this 
field and considers their value and limitations. The analysis, combining 
a narrative framework with the conflict transformation paradigm, ques-
tions the value of models involving narrative evasion or elision and of 
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single-narrative approaches and advocates for multi-narrative and multi-
perspective textbook designs. In proposing a model of collaborative text-
book work based on the concept of dialogical narrative transformation, 
this analysis elucidates its potential value as a catalyst for positive inter-
group engagement and dialogue and ultimately for the redefinition of 
relationships. It thus shows that history textbook writing, often a battle-
ground of narratives and interests, may act as a site and means of conflict 
transformation.
Bilali and Mahmoud (Chap. 3) review the work of civil society organi-
zations that focus on confronting history as an avenue to achieving inter-
group reconciliation in the aftermath of conflict. The chapter sheds light 
on practitioners’ lay theories and strategies to address history for con-
flict transformation and reconciliation and contrasts these approaches 
to the scholarship in this area. Bilali and Mahmoud review the impres-
sive number of 127 civil society projects that focus on confronting his-
tory in forty-five countries. They draw parallels between practitioners’ 
approaches and the research literature and theory on intergroup conflict 
and discuss scholarly evidence on the assumptions underlying praxis from 
a social psychological perspective.
In their contribution in Chap. 4, Charis Psaltis, Renata Franc, Anouk 
Smeekes, Maria Ioannou and Iris Žeželj explore the role of social rep-
resentations of the past, known as master narratives, in three cases of 
post-conflict societies (Cyprus, Serbia, Croatia). Their findings point to a 
past–present–future connection in all contexts; adherence to official mas-
ter narratives of conflict relates to threats to ingroup well-being, an exag-
gerated sense of difference as an identity threat and the attribution of 
negative intentions to the outgroup today. These various types of threats 
mediate the negative effects of adherence to master narratives on the 
building of distrust thus undermining reconciliation.
Part ii: soCial PsyChologiCal PersPeCtives 
of PerPetrators and viCtims
The second part of the volume deals with the question of perpetrator–
victim dynamic and the ways that master narratives could be resisted in 
two different contexts (colonialism and holocaust) that however both 
involve a more widely accepted asymmetric perpetrator–victim dynamic.
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In their contribution (Chap. 5) Alicia Barreiro, Cecilia Wainryb and 
Mario Carretero discuss the “Conquest of the Desert”, a military cam-
paign carried out by the Argentine State at the end of the 19th century, 
which involved the massacre and enslavement of indigenous communi-
ties. They analyse the hegemonic narrative concerning this historical 
process as conveyed by a museum’s exhibits along with the indigenous 
counter-narrative as registered and supported by the local Mapuche 
community. Their analysis shows that the hegemonic narrative tends to 
negate the conflict between the two groups by rendering the indigenous 
group invisible and representing their identity in an anachronistic fash-
ion. The counter-narrative evidences a tension between indigenous peo-
ple’s need to assert their identification with their ancestors and secure 
recognition from the dominant group, whilst also allowing for change 
and transformation in their midst.
In Chap. 6 Giovanna leone describes what happens when history 
teaching breaks down social denials of past ingroup wrongdoings. These 
denials often occur when former victims of past violence are weak or iso-
lated. She argues that reactions to teaching dealing with sensitive histori-
cal issues have to be set apart from reactions to teaching dealing with 
historical facts denied in the general social discourse. The article pro-
poses to consider the latter as a special instance of parrhesia. Foucault’s 
theoretical stance is discussed, who expects that parrhesia may lead to 
positive effects for listeners able to accept a difficult truth. Then, a case 
study on reactions by Italians to evidence of socially denied Italian colo-
nial crimes is presented.
Michal Bilewicz, Marta Witkowska, Silviana Stubig, Marta Beneda 
and Roland Imhoff (Chap. 7) relate their social psychological research to 
Holocaust education which is one of the most widely taught historical 
matters: it is present in school curricula as part of history classes, but also 
in human rights education, ethics, philosophy and general social studies. 
Yet, many studies point to the fact that Holocaust education is not effec-
tive in providing knowledge and raising an emotional approach to this 
genocide. This chapter reviews empirical research conducted in Germany 
and Poland showing the main shortcomings of current Holocaust edu-
cation and interpreting them from a social psychological perspective. 
Alternatively, they propose three alternative approaches to Holocaust 
education based on their findings. They suggest (1) using regret- instead 
of guilt-inducing narratives about the past, based on empathic concern 
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about the victim, (2) incorporating moral exemplars narratives and (3) 
basing the education on local identities rather than national ones.
Part iii: textBooK and teaCher PersPeCtives in Post-
transition and Post-ConfliCt soCieties
The third part focuses on history textbook and teacher perspectives with 
a special emphasis on the main mediators of history teaching, that is his-
tory teachers.
In Chap. 8 Kello and Wagner analyse history teaching through the 
lens of a distinction of communication styles—dissemination, propaga-
tion and propaganda—as proposed by Social Representation Theory. 
They see a history classroom as a communicative space and history teach-
ing as situated standpoints-in-action. These standpoints can occupy dif-
ferent places on a continuum between the two extremes—dissemination 
versus propaganda—that is between an academic instruction style, neu-
trally presenting different perspectives about the past, versus straightfor-
ward ideological teaching. The authors analyse interviews with estonian 
and latvian history teachers and show how communication styles are 
defined both by the teacher’s perceived action space, delimited by social, 
political, educational and academic demands and contexts, and by under-
standings of the past and history.
Falk Pingel (Chap. 9) focuses on history textbook revision and com-
municative processes around this practice at different levels. Various 
international organizations and local stakeholders in education participate 
in projects on the revision of history textbooks and curricula in conflict-
ridden countries. Falk Pingel examines whether theories of social psychol-
ogy help explain strategies of intervention. In Bosnia and Herzegovina, 
it was crucial to overcome ethnic, cultural and religious divides that split 
the Bosnian society and imprint the whole education system. Whereas at 
the beginning of the revision process Bosnian participants showed strong 
ingroup attitudes to protect their ethnic identity, continuous joint work 
decreased the impact of political difference and increased a common 
understanding of acting as education experts. Communication no longer 
went along the model of political negotiation and legitimation but fol-
lowed the paradigm of an intersubjective, truth-finding process.
In her contribution Anna Zadora (Chap. 10) analyses textbook 
narratives in the specific context of Belarus—a post-totalitarian and 
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authoritarian state. School history teaching has often been a power-
ful instrument for patriotism and identity building in Belarus. Political 
authorities tend to control the school history textbook writing and the 
transmission of sentiment of loyalty to the motherland. History teaching 
is often used for identity building processes, because history is relating 
to continuity and stability as fundamental notions for identity building. 
The article will provide a chronological analysis of the evolution of his-
tory textbooks writing in Belarus and the transmission of patriotism dis-
course trough the history textbooks and the prism of the construction of 
the dividing line between “us”: patriots, belonging to the nation and the 
“other”: “the strangers”.
Part iv: PedagogiCal aPProaChes to history teaChing 
and reConCiliation
In the fourth and final part of the volume, the focus moves to various 
pedagogical practices of history teaching in relation to reconciliation and 
a comparison of various possible approaches practically taken in formal 
and non-formal education. Such approaches intend to deal with issues 
of conflict transformation and reconciliation through history teaching in 
the post-conflict societies of Israel, Northern Ireland and Cyprus, where 
an interdisciplinary understanding of history teaching can be found 
either in civil society organisations or the formal educational system in 
various degrees.
Tsafrir Goldberg in Chap. 11 describes an intervention where Jewish 
and Arab Israeli adolescents were randomly allocated to learn the his-
tory of the Jewish-Arab conflict in one of three competing history teach-
ing approaches—a single official narrative, an empathetic dual-narrative 
and a multiple-perspective critical enquiry. later, Jewish and Arab par-
ticipants were matched by teaching approach into small groups to dis-
cuss the roots and solution to the conflict. Analysis of learners’ writing 
and discussion shows one-sided history teaching reduces openness to 
outgroup perspective, egalitarian intergroup interaction and reconcilia-
tory decisions. Openness to outgroup perspective and acknowledgement 
of responsibility predicted reconciliatory interaction and discussion out-
come in line with the needs-based reconciliation model.
In Chap. 12, McCully and Reilly discuss the role of history teaching 
in promoting positive community relations in Northern Ireland with 
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specific reference to two publicly funded projects. The Northern Ireland 
context for history teaching is outlined, followed by an overview of rel-
evant social psychological theory, concepts and research. educational 
responses to the conflict and post-conflict situations are explored includ-
ing development of the history curriculum. The extent to which his-
tory teachers might employ ideas from social psychology to contribute 
to improved relationships between young people is examined. They 
conclude that history teachers may privilege disciplinary outcomes and 
curriculum over other project aims; therefore, outcomes in relation to 
promoting community relations may be less consistent than discipline-
related outcomes without additional input from social psychologists.
Michalinos Zembylas and Hakan Karahasan in Chap. 13 explore the 
potential of history teaching in formal and non-formal education spaces 
to facilitate conflict transformation processes, focusing on the role of 
dangerous memories and reconciliation pedagogies. The chapter is 
divided into four parts. First, there is a theoretical discussion on mem-
ory, history and identity in relation to dangerous memories and conflict 
transformation. Second, a brief review of recent formal reform efforts on 
history teaching is provided in the Greek Cypriot and Turkish Cypriot 
educational systems. Third, the work of NGOs working with both Greek 
Cypriot and Turkish Cypriot teachers shows some openings for recon-
ciliation pedagogies and dangerous memories. The chapter ends with a 
broader discussion of the role that could be played by reconciliation ped-
agogies to promote dangerous memories through both formal and non-
formal education efforts.
The concluding chapter written by M. Carretero, a co-editor of 
the volume, draws on his experience on history teaching in relation to 
patriotism, nationalism, social identity processes and reconciliation in 
various parts of the world. It tries to be a reflective commentary estab-
lishing a meaningful relation between present trends in history educa-
tion and how to rethink them in relation to the teaching of historical 
contents in post-conflict societies. Therefore this chapter tries to focus 
not only on what to teach but also on how to teach it and how this 
could contribute to conflict transformation. Also, this chapter intends 
to develop a meaningful relation between social psychology contribu-
tions and present ideas coming from history education, historiography 
and related fields.
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notes
1.  Yoyes was an eTA terrorist that decided to abandon the terrorist actions 
and was later killed by her former terrorist colleagues. Story retrieved from 
el Pais newspaper (http://politica.elpais.com/politica/2016/09/21/
actualidad/1474483613_429957.html).
2.  In recognition of its pioneering work at the level of civil society organi-
zations, AHDR has recently been awarded with the Max van der Stoel 
Award of OSCe in 2016 (http://www.osce.org/hcnm/256056).
3.  In Cyprus, the major project of the AHDR was the establishment of the 
Home for Co-operation (http://www.home4cooperation.info/). A reno-
vated derelict building in the Nicosia UN patrolled Buffer Zone to be used 
as an educational centre and meeting place for AHDR and other intercom-
munal NGOs working for reconciliation and co-operation between the 
two communities in Cyprus.
4.  Moscovici’s (1998/2000, p. 136) distinction is between (a) social rep-
resentations “whose kernel consists of beliefs which are generally more 
homogenous, affective, impermeable to experience or contradiction, and 
leave little scope for individual variations” and (b) social representations 
founded on knowledge “which are more fluid, pragmatic, amenable to the 
proof of success or failure, and leave a certain latitude to language, expe-
rience, and even to the critical faculties of individuals”; this distinction 
clearly relates back to his social influence model of minority influence and 
through that to Piaget’s (1932/1997) social psychological model of rela-
tions of constraint vs relations of co-operation.
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